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ABSTRACT	
Orientation:	Interest	in	work‐integrated	learning	is	growing	in	the	higher	education	agenda	and	is	widely	
considered	significant	in	getting	graduates	ready	for	the	working	environment.		
Motivation	 for	 the	 study:	 This	 study	 investigated	 whether	 graduates	 gained	 knowledge	 from	 work‐
integrated	 learning	 projects	 and	 whether	 this	 knowledge	 was	 implemented	 in	 the	 workplace.	 The	
graduates’	experience	and	understanding	of	work‐integrated	learning	was	also	analysed.			
Research	design,	approach	and	method:	This	research	paper	used	ten	questionnaires	with	open	ended	
questions	and	a	qualitative	approach.	The	opinions	of	working	graduates	were	utilised	in	the	deductive	
content	analysis.			
Main	findings:	The	results	indicate	that	the	graduates	have	gained	knowledge	and	are	able	to	implement	
their	learning	successfully	–	gained	from	their	work‐integrated	learning	project	in	their	relevant	disciplines	
–	in	the	workplace.	
Practical	 or	 managerial	 implications:	 Managers	 should	 consider	 hiring	 graduates	 who	 had	 work‐
integrated	learning	as	part	of	their	curriculum.	These	students	are	employable,	function	effectively	in	the	
workplace,	and	are	able	to	experience	and	understand	their	working	environment	better.	
Contribution	or	value‐add:	This	paper	mainly	contributes	on	a	theoretical	level	by	adding	to	the	literature	
on	 a	 graduate’s	 learning	 and	workplace	 implantation	 of	 such	 knowledge	 gained	 from	work‐integrated	
learning.	 Empirically,	 it	 provides	 evidence	 that	 work‐integrated	 learning	 projects	 improve	 graduates’	
implementation	of	learning	as	well	as	their	understanding,	thus	increasing	business	confidence	levels.		
Keywords:	work‐integrated	 learning	 (WIL);	 knowledge	 gained;	WIL	 implementation;	 cone	of	 learning;	
deductive	content	analysis.	
	
INTRODUCTION	
Work‐integrated	 learning	 (WIL)	 is	 generally	 considered	 to	 equip	 new	 graduates	 with	 the	 required	
employability	 skills	 to	 function	 successfully	 in	 the	work	 environment.	Work	 experience	 in	 the	 chosen	
subject	discipline	whilst	still	studying	is	a	great	way	to	impart	knowledge	that	students	can	implement	in	
the	 workplace	 after	 graduation.	 Undergraduate	 degrees	 are	 no	 longer	 considered	 by	 industry	 to	 be	 a	
sufficient	requirement	for	entry	into	the	workforce,	unless	some	form	of	work	experience	is	part	of	the	
curriculum	(Jackson	2017).	Jackson	et	al.	(2017:36)	believe	that	the	main	purpose	of	WIL	is	to	develop	a	
coherent	approach	to	building	workforce	capabilities,	skills	and	individual	prospects.	WIL	is	recognised	as	
a	 valuable	 tool	 for	 developing	 graduates’	 knowledge	 and	 skills,	 ensuring	 they	 are	 suitably	 prepared	 to	
perform	successfully	 in	 the	workplace.	This	 learning	enables	 students	 to	gain	 insight	 into	 their	 chosen	
career	 and	 may	 improve	 understanding	 of	 professional	 conduct.	 These	 benefits	 derived	 from	 WIL	
culminate	to	assist	students	in	the	transition	from	higher	education	(HE)	to	the	workplace,	which	can	be	a	
daunting	process.	
This	study	draws	on	the	theoretical	framework	based	on	the	research	of	Dr	Edgar	Dale,	the	originator	of	
the	 ‘cone	 of	 learning’,	 which	 subscribes	 to	 the	 confusion	 principle	 of	 ‘I	 see	 and	 I	 forget,	 I	 hear	 and	 I	
remember,	I	do	and	I	understand’.	The	‘cone	of	learning’	posits	that	active	learning,	wherein	students	can	
participate	in	real‐world	simulations,	 is	the	most	effective	way	of	learning	(Northwest	Center	for	Public	
Health	Practice	2015:15).	
Although	 the	application	of	WIL	 takes	on	various	 forms	 in	HE	–	 such	as	 job	shadowing,	practical	work	
experience,	field	work	and	internships,	each	with	the	overall	aim	of	better	preparing	undergraduates	for	
entry	 into	 the	 workforce	 –	 limited	 research	 has	 been	 done	 on	 the	 graduates’	 knowledge	 gained	 and	
workplace	 implementation	 of	 such	 projects	 (Freudenberg,	 Brimble	 &	 Vyvyan	 2010;	 Jackson	 2017;	
McNamara	2013;	Smith	&	Worsfold	2015a:1070;	Sykes	&	Dean	2013).	Smith	and	Worsfold	(2015b)	state	
that	there	is	a	need	for	comprehensive	evaluation	and	outcomes	studies	to	fully	understand	WIL.	Therefore,	
the	research	aim	of	this	study	is	to	investigate	the	knowledge	gained	and	workplace	implementation	of	WIL	
in	the	graduates’	workplaces,	exploring	the	following	aspects:		
1) the	graduates’	experience	of	WIL	as	an	educational	tool;		
2) the	learning	that	graduates	gained	from	the	WIL	project;		
3) how	graduates	applied	this	learning	in	the	workplace;		
4) the	graduates’	understanding	of	their	workplace	improvement	through	the	WIL	project;	and		
5) whether	graduates’	business	confidence	levels	improved	through	the	WIL	project.		
The	 contribution	 of	 the	 article	 is	mainly	 on	 two	 levels.	 Firstly,	 theoretically,	 by	 adding	 to	 the	 body	 of	
knowledge	 on	 the	 graduates’	 learning,	 especially	 on	 the	 creation	 of	 knowledge	 and	 the	 workplace	
implementation	 of	 such	 knowledge	 gained	 from	WIL	 in	 a	 South	 African	 context.	 Secondly,	 it	 provides	
empirical	 evidence	 that	 WIL	 projects	 improve	 graduates’	 implementation	 of	 learning	 as	 well	 as	 their	
understanding,	thus	increasing	business	confidence	levels.		
This	introduction	provides	a	general	background	to	the	research	topic	and	is	followed	by	a	literature	review	
on	context	for	discussion,	WIL	as	an	educational	tool,	retention	of	learning,	workplace	implementation	of	
learning,	and	the	development	of	students	for	the	workplace.	The	research	methodology,	which	used	ten	
questionnaires	with	open‐ended	questions	and	a	qualitative	deductive	content	analysis,	is	then	explained.	
Thereafter,	 the	 results	 are	 presented	 and	 discussed,	 followed	 by	 the	 managerial	 implications	 and	 a	
conclusion.	
	
LITERATURE	REVIEW		
The	key	research	issues	that	will	be	addressed	in	the	literature	review	involve	the	following:		
 Context	 for	 discussion	 –	 a	 snapshot	 of	 the	WIL	 project	 in	which	 this	 study	 took	 place	will	 be	
presented.			
 WIL	as	an	educational	tool	–	the	overall	importance	of	WIL	in	the	HE	curriculum.	
 Knowledge	gained	from	learning	–	the	cone	of	learning	will	be	introduced.	
 Workplace	implementation	of	learning	–when	learning	can	be	transferred	to	the	workplace.	
 Development	of	students	for	the	workplace	–	the	issue	of	student	confidence	will	be	addressed.	
	
Context	for	discussion	
The	context	for	the	discussion	in	this	study	are	two	undergraduate	subjects,	namely	Personal	Selling	and	
Sales	 Management,	 in	 which	 students	 in	 the	 University	 of	 Johannesburg’s	 Department	 of	 Marketing	
Management’s	diploma	programmes	have	to	complete	one	year	of	WIL.	These	students	are	tasked	with	
selling	 products	 for	 companies	 affiliated	with	 the	 Direct	 Selling	 Association	 (DSA)	 of	 SA,	 UJ’s	 industry	
partner	in	this	project.	Students	are	taught	the	subject	theory	during	normal	lecture	time	and	are	expected	
to	apply	this	knowledge	in	the	real	world	by	doing	practical	sales	and	achieving	a	set	sales	target.	The	final	
assessment	is	based	on	the	success	of	achieving	the	target.	This	project	is	referred	to	as	the	DSA‐UJ	Project,	
where	the	specifications	are	annually	reviewed	and	codified	in	the	DSA‐UJ	Agreement	(Wait	2014).	
	
WIL	as	an	educational	tool	
There	has	been	a	range	of	definitions	of	WIL.	This	term	is	loosely	used	to	describe	situations	where	students	
spend	time	in	a	workplace	as	part	of	the	learning	process	(McNamara	2013:184).	Jackson	(2017:350)	states	
that	WIL	is	the	practice	of	combining	traditional	academic	study	with	exposure	to	the	real	working	world	
in	the	students’	chosen	profession	and	this	experience	must	be	authentic,	where	students	can	apply	their	
skills	and	knowledge.	
WIL	is	a	very	important	vehicle	to	assisting	students’	development	of	professional	skills,	knowledge	and	
attributes	that	can	enhance	their	employability.	From	the	student’s	perspective,	WIL	 is	regarded	as	 the	
most	influential	factor	in	advancing	his/her	career	trajectory.	Within	the	institutional	agenda,	it	is	argued	
that	WIL	programmes	should	consider	the	development	of	global	competence	and	the	skills	required	by	
multinational	 companies,	 given	 the	 popularity	 of	 the	 global	 workplace	 (Jackson	 et	 al.	 2017;	 Tran	
2016:1268;	Tran	&	Soejatminah	2016:3).	WIL	has	been	considered	as	an	alternative	or	complimentary	
platform	to	the	successful	development	of	career	competencies.	This	learning	represents	the	intersection	
between	 university	 and	 industry.	 In	 the	HE	 landscape,	WIL	 provides	 students	with	 the	 opportunity	 to	
integrate	academic	learning	with	the	real‐world	experience	(Jackson	&	Wilton	2016:267).	According	to	Hall	
et	al.	(2017)	students	gain	the	 following	four	attributes	or	traits	 from	WIL	experiences:	communicative	
ability,	 global	 citizenship,	 discipline‐specific	 knowledge,	 and	 professionalism.	 These	 traits	 are	 essential	
especially	when	youth	unemployment	is	so	high	in	South	Africa,	and	nine	out	of	ten	businesses	would	rather	
hire	people	with	experience	than	those	without	(Blom,	2015;	Taylor	and	Govender,	2017).	WIL	in	South	
Africa	does	not	differ	much	from	WIL	internationally	(Reinhard,	Pogrzeba,	Townsend	&	Pop	2016)	and	is	
described	as	the	workplace	practice	that	accompanies	theoretical	or	classroom	learning.	
	
Knowledge	gained	from	learning	
Eckhaus,	Klein	and	Kantor	(2017:43)	define	learning	as	‘the	process	whereby	knowledge	is	created	through	
the	transformation	of	experience’.	Dalgarno,	Kennedy	and	Bennett	(2014:311)	cite	two	types	of	learning,	
discovery	learning	and	traditional	academic	learning.	Traditional	academic	learning	involves	instructions	
given	 by	 the	 lecturer	 in	 the	 classroom,	 while	 discovery	 learning	 happens	 when	 the	 student	 explores,	
discovers	 and	 ‘finds	 out	 for	 oneself’.	 The	 discovery	 approach	 of	 learning	 leads	 to	 greater	 retention	 of	
knowledge,	and	Pratt	and	Hahn	(2015:10)	state	that	innovative	learning	methods	have	moved	away	from	
traditional	models	of	instruction	to	approaches	where	students	have	a	more	active	role	in	learning.	This	
focus	represents	a	shift	away	from	the	‘learning	by	listening’	model	to	the	‘learning	by	doing’	model.	This	
‘learning	by	doing’	model	–	also	called	experiential	learning,	WIL,	cooperative	education	and	work‐based	
learning	–	has	an	integrated	perspective	on	learning	that	combines	experience,	perception,	cognition	and	
behaviour.	This	approach	can	assist	in	solving	real	problems.			
Learners	remember	more	when	they	practise	or	use	the	learning,	compared	to	when	they	just	read	or	hear	
the	information.	The	amount	of	information	remembered	is	in	direct	proportion	to	the	level	of	involvement	
in	the	learning	process	(Northwest	Center	for	Public	Health	Practice,	2015:15).	Adams	and	Ewen	(2009:3)	
say	that	the	retention	of	learning	material	 is	systematically	related	to	 ‘how	sure’	students	are	about	the	
correctness	of	their	answers.	That	is,	if	students	are	‘not	sure’	whether	their	answer	is	correct,	they	will	
retain	and	apply	only	about	25%	of	the	learning	one	week	later.	If	students	are	‘extremely	sure’	about	their	
answer,	they	will	retain	and	apply	about	91%	of	the	learning.	The	cone	of	learning,	as	presented	in	Figure	
1,	shows	that	we	tend	to	remember	less	of	what	we	read	and	more	of	what	we	do.	
Figure	1.	The	cone	of	learning	
	
Source:	Northwest	Center	for	Public	Health	Practice	(2015:15).	
	
Learning	obtained	from	WIL	is	different	from	that	acquired	in	the	classroom.	The	classroom	context	is	also	
important,	 but	 to	 support	 students’	 learning	 and	 knowledge	 in	ways	 that	 are	 commensurate	with	 the	
workplace	context	(Sykes	&	Dean	2013:190).	
	
Workplace	implementation	of	learning	
Kum,	 Cowden	 and	 Karodia	 (2014:76)	 refer	 to	 workplace	 implementation	 of	 learning	 as	 a	 transfer	 of	
learning	from	the	classroom	to	the	workplace,	and	mention	several	 factors	that	can	prevent	this.	These	
include	the	following:	
 Whether	working	graduates	see	any	value	in	applying	the	new	skills,	or	if	there	is	no	reward	as	a	
result	of	implementation	or	the	value	of	the	reward	is	low.		
 Whether	working	graduates	have	little	room	to	change	work	tasks.	That	is,	whether	the	job	is	too	
tightly	controlled.	
 Whether	 the	working	 graduates’	 line	managers	 are	 in	 favour	 of	 training.	 Line	managers	 exert	 a	
powerful	influence	over	employees	and	may	control	rewards	as	punishment.	
 Whether	fellow	working	graduates	view	workplace	changes	with	scepticism.	
Furthermore,	Kum	et	al.	(2014:78)	state	that	the	workplace	implementation	of	training	must	lead	to	an	
increase	in	quality	goods	and	services,	and	fewer	mistakes.	Accordingly,	accuracy,	effectiveness,	good	work,	
safety	practices	and	good	customer	service	can	be	expected.		
	
The	development	of	students	for	the	workplace		
Adams	and	Ewen	(2009:1)	lament	that	one	of	the	most	important	questions	in	education	is	how	to	enable	
students	to	apply	the	learning	to	perform	tasks	quickly,	confidently	and	reliably.	Retention	of	learning	is	
systematically	 related	 to	 ‘how	 sure’	 students	 are	 about	 the	 correctness	 of	 their	 knowledge	when	 they	
obtain	it.	 In	other	words,	confidence	and	knowledge	are	correlated	and	both	should	be	determinants	of	
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future	performance.	The	more	confident	students	are	in	their	knowledge,	the	more	likely	it	is	that	they	will	
display	confidence.	High	confidence	levels	are	associated	with	true	knowledge.	Bell	and	Loon	(2015:121)	
state	that	simulations	like	WIL	provide	the	opportunity	to	develop	higher‐order	thinking	skills	through	the	
development	of	 critical	 and	 strategic	 thinking	 skills,	which	 are	useful	 in	 teaching	 general	management	
skills.	Pando‐Garcia,	Periañez‐Cañadillas	and	Charterina	(2016:1732)	state	that	such	processes	enable	the	
simulation	of	decision‐making	that	is	involved	in	managing	a	business,	thus	strengthening	the	participants’	
management	skills.	Better	confidence	levels	improve	employees’	motivation	and	morale,	which	are	key	to	
retaining	staff.			
Plenty	of	research	has	been	done	on	the	advantages	of	WIL	in	the	curriculum	and	it	has	many	definitions,	
but	 the	basis	of	 this	educational	 tool	 is	 the	 integration	of	 theory	and	practice	with	 the	assistance	of	an	
industry	collaborator	(Jackson	et	al.	2017;	Tran	2016:1268;	Tran	&	Soejatminah	2016:3).	The	purpose	of	
WIL	 should	 be	 to	 provide	 employment‐ready	 graduates	with	 learning	 that	 can	 be	 implemented	 in	 the	
workplace.	This	study	used	the	cone	of	learning’s	principle	of	‘simulating	the	real	experience	by	doing	the	
real	thing’	to	determine	if	WIL	is	implemented	in	the	workplace	and	used	the	methodology	discussed	in	the	
next	section	to	achieve	this.		
	
RESEARCH	METHODOLOGY	AND	DESIGN	
Research	instrument	
This	study	used	deductive	content	analysis	as	its	research	instrument.	This	type	of	analysis	is	most	central	
to	 qualitative	 research	 and	 aims	 to	 extract	 certain	 structures	 from	 the	 text.	 The	 categories	 under	
investigation	are	deduced	from	theory,	models	–	in	this	case,	the	cone	of	learning	–	and	previous	studies.	
Research	aspects	are	taken	to	the	research	data	and	coded	accordingly	(Mayring	2015:97).	
	
Target	group	and	sample	decision	
The	five	research	objectives	 formed	the	basis	of	the	questionnaire.	The	questionnaires	were	send	to	an	
undergraduate	 alumni	 cohort,	 a	 year	 after	 graduation,	 with	 a	 qualifying	 question	 requesting	 the	
participation	 of	 working	 graduates	 only.	 Ten	 questionnaires	 were	 returned	 and	 analysed,	 which	
constituted	a	33%	participation	rate.	The	data	was	analysed	for	frequencies	and	saturation	was	reached	
very	quickly.	The	units	of	analysis	were	the	answers	to	the	open‐ended	questions.	Fusch	and	Ness	(2015)	
posit	 that	 the	 number	 of	 responses	 in	 qualitative	 research	 is	 determined	 by	 when	 data	 saturation	 is	
researched,	and	when	further	coding	is	no	longer	feasible.	However,	data	saturation	must	fit	the	qualitative	
research	design,	which	depends	on	the	sample	size	of	the	population.	Researchers	should	aim	for	rich	and	
thick	data	–	rich	in	terms	of	quality	and	thick	as	in	quantity.	Rich	data	is	 layered,	 intricate,	detailed	and	
nuanced.	Data	saturation	is	not	about	numbers,	but	about	the	depth	of	the	data.	Elo	et	al.	(2014:8)	state	
that	 the	 trustworthiness	 of	 content	 analysis	 depends	 on	 the	 availability	 of	 rich,	 appropriate	 and	well‐
saturated	data.	Trustworthiness	also	depends	on	the	manner	in	which	the	data	is	collected.	
	
Research	analysis	
This	study	used	a	descriptive	design,	working	through	text	with	a	deductively	formulated	category	system,	
and	 it	 utilised	 the	deductive	 content	 analysis	 procedural	model	 of	Mayring	 (2014:96),	 as	 illustrated	 in	
Figure	2.		
	
	 	
Figure	2.	Procedural	model	of	research	methodology	followed	
	
Source:	Mayring	(2015,	96)	
	
Step	1	–	Research	question.	Formulate	a	clear	research	question	and	describe	the	theoretical	background.	
The	 theoretical	 underpinning	 must	 fit	 the	 ongoing	 deduction.	 For	 this	 study,	 the	 research	 aim	 is	 ‘to	
investigate	the	knowledge	gained	and	workplace	implementation	of	WIL	in	the	graduates’	workplace’.	This	
step	is	covered	in	the	introduction	and	literature	review	sections.	
Step	 2	 –	Definition	 of	 categories.	 The	 research	 question	 has	 to	 be	 operationalised	 into	 categories	 or	
research	aspects	 that	 are	 taken	 to	 the	 research	sample.	The	 state	of	 the	 research	 subject	and	previous	
studies	and/or	models	on	the	topic	must	be	analysed	to	get	a	theoretical	foundation.	Not	all	categories	may	
be	found	in	literature,	but	categories	have	to	be	grounded	with	theoretical	arguments.	For	this	study,	the	
research	objectives	are	to	explore:		
1) the	graduates’	experience	of	WIL	as	an	educational	tool;		
2) the	learning	that	graduates	gained	from	the	WIL	project;		
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Step 1
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3) how	graduates	applied	this	learning	in	their	workplace;		
4) the	graduates’	understanding	of	their	workplace	improvement	through	the	WIL	project;	and		
5) whether	graduates’	business	confidence	levels	improved	through	the	WIL	project.			
Step	2	is	covered	in	the	introduction	and	literature	review	sections,	and	in	the	open‐ended	questionnaires.		
Step	3	–	Coding	guidelines.	The	various	categories	–	in	this	case,	the	five	research	objectives	–	are	defined	
and	explained	to	ease	text	coding.	The	coding	guidelines	and	rules	are	set.	This	step	is	needed	to	ease	the	
matching	of	text	to	categories.	Steps	3	to	6	were	done	on	the	feedback	of	the	questionnaires,	each	time	
improving	on	the	previous	step.	
Step	4	–	Coding.	The	text	is	read	and	the	relevant	sections	coded.	Text	that	matches	the	category	definition	
is	coded	and	recorded.	When	text	is	found	that	does	not	match	the	categories	accurately	or	that	is	unclear,	
a	new	coding	rule	should	be	considered.		
Step	5	–	Revision.	This	step	is	done	after	10–	50%	of	the	text	has	been	coded.	The	coding	rules	and	category	
definitions	are	checked.	
Step	6	–	Final	work‐through.	The	text	is	examined	and	coded	into	categories.	
Step	7	–	Analysis.	The	frequencies	of	codes	are	statistically	analysed.	This	step	revealed	the	results	of	the	
study,	which	are	presented	below.	
	
RESULTS	AND	DISCUSSION	
The	views	below	have	been	derived	from	the	analysis	of	the	answers	from	the	open‐ended	questionnaires	
and	are	formulated	to	reflect	the	main	themes	that	emerged.	All	of	the	participants	remembered	the	WIL	
project	in	their	undergraduate	studies,	even	after	a	year,	and	their	experience	from	this	was	beneficial.	The	
ten	participants,	with	direct	quotations,	will	be	distinguished	by	referring	to	them	as	P1	to	P10.			
When	the	graduates	were	asked	what	their	experience	of	the	WIL	project	was,	they	gave	positive	feedback,	
with	 three	 main	 themes	 emerging:	 beneficial,	 building	 confidence,	 and	 challenging.	 P1:	 ‘It	 was	 very	
beneficial	in	building	confidence’;	P2:	‘It	was	hard,	but	helpful	when	it	came	to	practical	selling	skills’;	and	
P9:	 ‘The	 experience	 was	 good	 and	 challenging.’	 Freudenberg	 et	 al.	 (2010:44)	 state	 that	 students’	
experiences	of	WIL	have	included	the	recognition	of	the	relationship	between	theory	and	practice,	with	the	
practice	making	the	theory	intelligible.	This	deeper	understanding	of	the	knowledge	is	important	as	the	
industry	has	identified	a	difficulty	where	graduates	are	theoretically	good,	but	struggle	to	take	the	second	
step	in	the	application	of	this	theory.	WIL	helps	with	the	transferability	of	this	knowledge.	
On	 the	 issue	of	 learning	gained	 from	the	WIL	project,	 the	graduates	 felt	 that	many	aspects	of	 the	sales	
process	can	be	recalled.	Communication	is	another	theme	that	emerged.	P4:	 ‘I	have	 learnt	selling	skills,	
interacting	with	consumers	and	the	importance	of	meeting	targets’;	and	P3:	‘I	have	learnt	to	communicate	
more	 effectively	 with	 people.’	 Tacit	 knowledge	 includes	 excellent	 verbal,	 written,	 technological,	
presentation	 and	 other	 communication	 skills	 as	 a	 fundamental	 toolkit	 for	 graduate	 employment.	 Peer	
support,	 collaboration	 and	 collegial	 professional	 learning	 are	 innovative	 future	 talent	 skills.	 These	
contribute	towards	talent	self‐development	and	strengthen	inherent	personal	qualities,	such	as	leadership,	
social	 and	 interpersonal	 skills	 (Simon	 et	 al.	 2018).	 Freudenberg	 et	 al.	 (2010:44)	 believe	 that	 WIL	
programmes	are	used	to	develop	students’	competences	and	have	been	shown	to	contribute	substantially	
to	personal	development.		
When	the	graduates	were	asked	how	they	have	applied	this	learning	in	the	workplace,	they	all	affirmed	
that	it	is	much	easier	to	approach	and	sell	to	a	customer	now.	P1:	‘I	now	work	in	sales	and	the	approaches	
I	used	to	talk	to	customers,	I	am	benefiting	from	now’;	and	P2:	‘I	used	it	on	a	golf	day	I	was	organising	for	
corporates.	 It	 helped	 me	 to	 sell	 slots	 to	 companies.’	 This	 finding	 ties	 in	 with	 that	 of	 Sykes	 and	 Dean	
(2013:179),	who	 state	 that	 students	 are	 encouraged	 to	 think	 about	 the	 application	 of	 their	 classroom	
learning	in	the	workplace	context.	This	kind	of	learning	is	said	to	help	students	consider	the	transition	from	
the	 classroom	 to	 the	 workplace,	 and	 support	 students’	 professional	 development	 and	 disciplinary	
competence.	Jackson	(2017:351)	reports	that	there	is	a	documented	improvement	in	graduates	who	have	
completed	WIL,	which	 is	 evident	 in	 skills	 like	 teamwork,	problem‐solving,	 communication,	 information	
literacy	and	professionalism.	
On	the	issue	of	whether	graduates	have	a	better	understanding	of	the	workplace,	all	of	the	participants	
agreed.	P1:	‘Yes,	I	am	comfortable	with	the	jargon	and	with	the	pressure	of	chasing	targets’;	and	P6:	‘Most	
definitely,	 because	 I	 am	 doing	 something	 similar.’	 Career	 management	 competencies	 offered	 by	 WIL	
include	informed	career	goals,	labour	market	understanding,	job	search	skills,	the	identification	of	relevant	
learning	opportunities	and	networking	(Jackson	&	Wilton,	2016:267).	WIL	also	encourages	individuals	to	
understand	the	expectations	of	their	chosen	profession.		
All	of	the	participants	felt	that	their	business	confidence	levels	had	improved	after	the	WIL	project.	P5:	‘Yes,	
I	 am	 now	 able	 to	 understand	 consumer	 purchasing	 behaviour	 and	 sales	meetings.’	 Freudenberg	 et	al.	
(2010:44)	 mirror	 this	 finding,	 saying	 that	 the	 benefit	 of	 WIL	 includes:	 increased	 discipline	 thinking;	
improved	 learning;	 taking	 responsibility	 for	 learning;	 learning	 how	 to	 acquire	 new	 skills;	 improved	
problem‐solving,	 analytical	 thinking	 and	 performance;	 and	 increased	 commitment	 to	 goals.	 Jackson	
(2017:350)	 concurs	 and	 says	 that	 WIL	 builds	 student	 confidence	 in	 the	 workplace,	 providing	 better	
understanding	of	the	nature	and	standard	of	the	industry’s	required	skills.	
In	summary,	the	findings	from	the	graduates’	feedback	were	encouraging	and	the	participants	expressed	
that	they	have	gained	a	lot	from	the	WIL	project.	It	is	interesting	to	note	that	unanimous	responses	were	
received	on	two	of	the	research	questions,	those	being	whether	the	graduates	have	a	better	understanding	
of	their	workplace	through	the	WIL	project,	and	whether	graduates’	business	confidence	levels	improved	
through	the	project.	Smith	and	Worsfold	(2015b:23)	corroborate	this	finding	and	state	that	‘research	into	
learning	at	work,	suggests	that	the	most	effective	and	valuable	learning	for	people	in	work	is	often	that	
which	occurs	through	the	medium	of	work,	or	 is	prompted	 in	response	to	specific	workplace	 issues,	as	
opposed	to	formal	training	or	off‐job	programmes.’	
	
MANAGERIAL	IMPLICATIONS	AND	RECOMMENDATIONS	
This	study	indicated	that	the	learning	was	retained	and	could	be	implemented	in	the	workplace	even	after	
a	year,	and	that	participants	could	apply	their	learning	practically.	Managers	should	employ	graduates	who	
had	WIL	as	part	of	their	curriculum	as	it	offers	the	following	benefits:	
 The	graduates	will	have	a	better	understanding	of	their	workplace.	
 The	graduates	can	 integrate	 their	 learning	obtained	 from	WIL	and	their	undergraduate	studies	
better	in	the	workplace.		
 The	graduates	will	fit	into	the	workplace	better.	
 Students	gain	workplace	experience	of	theoretical	concepts	
 Educators	enhance	student	learning	through	practical,	workplace	exposure;		
 Businesses	gain	potential	future	talent.	Ultimately	graduates‐to‐be	gain	the	skills,	competencies,	
values	and	personal	attributes	that	empower	them	to	find	and	engage	in	meaningful	paid	work	
that	benefits	their	careers.		
	
	
LIMITATIONS	
This	study	was	conducted	in	just	one	industry	sector	–	sales	–	and	took	place	in	Johannesburg,	South	Africa.	
For	this	reason,	the	results	cannot	be	generalised.	
	
CONCLUSION	
WIL	 has	 a	 great	 educational	 value.	 It	 offers	 learning	 benefits	 to	 the	 students,	 allowing	 them	 to	 retain	
knowledge	better	and	implement	this	knowledge	in	the	workplace.		
This	study	supports	the	literature	on	the	importance	of	WIL	in	the	learning	gained	and	its	implementation	
in	 a	 working	 environment.	 The	 workplace	 builds	 on	 the	 groundwork	 of	 the	 learning	 obtained	 in	 the	
classroom	and	enhances	the	graduates’	confidence	and	experience	 in	the	application	of	 this	knowledge.	
Graduates	acknowledge	the	greater	benefit	of	WIL	as	providing	opportunities	to	practice,	apply	and	refine	
their	 skills	 in	 a	 real	 setting.	 Professional	 competence	 is	 described	 as	 the	 ability	 to	 use	 professional	
knowledge	and	skills	 in	the	workplace.	WIL	is	uniquely	placed	in	the	university	context	to	facilitate	the	
development	of	professional	competence.	
This	study	supports	the	theoretical	framework	of	the	cone	of	learning,	where	the	simulation	of	doing	the	
real	thing	leads	to	better	understanding.	This	in	turn	leads	to	better	implementation.	
	
REFERENCES	
Adams,	T.M.	&	Ewen,	G.,	2009,	‘The	importance	of	confidence	in	improving	educational	outcomes’,	paper	
presented	 at	 the	 25th	 Annual	 Conference	 on	 Distance	 Teaching	 and	 Learning,	 University	 of	
Wisconsin‐Madison,	 Madison,	 WI,	 August	 3pp.	 1‐6,	 http://www.uwex.edu/disted/conference.	
viewed	 June	 2018,	 from	
https://pdfs.semanticscholar.org/d2b3/e69ed19e3432375b9be8a09e08d3cab5ffca.pdf.		
Bell,	R.	&	Loon,	M.,	2015,	‘The	impact	of	critical	thinking	disposition	on	learning	using	business	simulations’,	
The	International	Journal	of	Management	Education,	13(2),	119–127.	
Blom	R	(2015)	A	work	place‐based	learning	policy:	The	national	perspective.	A	presentation	at	the	
Department	of	Higher	Education	and	Training	Work	Integrated	Learning	Workshop,	Pretoria,	
March	19–20.	
Dalgarno,	B.	Kennedy,	G.	&	Bennett,	S.,	2014,	 ‘The	impact	of	students’	exploration	on	discovery	learning	
using	computer‐based	simulations’,	Educational	Media	International,	51(4),	310–329.	
Eckhaus,	 E.	 Klein,	 G.	 &	 Kantor,	 J.,	 2017,	 ‘Experiential	 learning	 in	 management	 education’,	 Business	
Management	and	Education,	15(1),	42–56.		
Elo,	S.,	Kääriäinen,	M.,	Kanste,	O.,	Pölkki,	T.,	Utriainen,	K.	&	Kyngäs,	H.,	2014,	‘Qualitative	content	analysis:	
A	focus	on	trustworthiness’,	SAGE	Open,	DOI:	10.1177/2158244014522633.	
Freudenberg,	B.,	Brimble,	M.	&	Vyvyan,	V.,	2010,	‘The	penny	drops:	Can	work	integrated	learning	improve	
students’	learning?’,	e‐Journal	of	Business	Education	&	Scholarship	of	Teaching,	4(1),	42–61.	
Fusch,	P.I.	&	Ness,	L.R.,	2015,	 ‘Are	we	there	yet?	Data	saturation	in	qualitative	research’,	The	Qualitative	
Report,	20(9),	1408–1416.	
Hall	M,	Pascoe	D	and	Charity	M	(2017)	The	impact	of	work‐integrated	learning	experiences	on	attaining	
graduate	attributes	for	exercise	and	sports	science	students.	Asia‐Pacific	Journal	of	Cooperative	
Education	18(2):	101–13.	
Jackson,	D.,	2017,	‘Employability	skill	development	in	work‐integrarted	learning:	Barriers	and	best	
practice’,	Studies	in	Higher	Education,	40(2),	350–367.	
Jackson,	D.,	Rowbottom,	D.,	Ferns,	S.	&	McLaren,	D.,	2017,	 ‘Employer	understanding	of	Work‐Integrated	
Learning	and	the	opportunities	of	engaging	in	work	placement	opportunities’,	Studies	in	Continuing	
Education,	39(1),	35–51.	
Jackson,	D.	&	Wilton,	N.,	2016,	‘Developing	career	management	competencies	among	undergraduates	and	
the	role	of	work‐integrated	learning’,	Teaching	in	Higher	Education,	21(3),	266–286.	
Kum,	 F.D.,	 Cowden,	 R.	 &	 Karodia,	 A.M.,	 2014,	 ‘The	 impact	 of	 training	 and	 development	 on	 employee	
performance:	A	 case	 study	of	ESCON	Consulting’,	Singaporean	 Journal	of	Business	Economics	and	
Management	Studies,	3(3),	72–105.	
Mayring,	 P.,	 2014,	 Qualitative	 content	 analysis:	 Theoretical	 foundation,	 basic	 procedures	 and	 software	
solution,	viewed	June	2018,	from	http://nbn‐resolving.de/urn:nbn:de:0168‐ssoar‐395173.	
McNamara,	 J.,	2013,	 ‘The	challenge	of	assessing	competence	 in	work	 integrated	 learning’,	Assessment	&	
Evaluation	in	Higher	Education,	38(2),	183–197.	
Northwest	Center	 for	Public	Health	Practice,	2015,	Effective	adult	 learning:	A	toolkit	 for	teaching	adults,	
University	of	Washington	School	of	Public	Health,	Washington,	WA.		
Pando‐Garcia,	J.,	Periañez‐Cañadillas,	I.	&	Charterina,	J.,	2016,	‘Business	simulation	games	with	and	without	
supervision:	An	analysis	based	on	the	TAM	model’,	Journal	of	Business	Research,	69(5),	1731–1736.	
Pratt,	 M.A.	 &	 Hahn,	 S.,	 2015,	 ‘Enhancing	 hospitality	 student	 learning	 through	 the	 use	 of	 a	 business	
simulation’,	Journal	of	Hospitality,	Leisure,	Sport	&	Tourism	Education,	19,	10–18.	
Reinhard,	K.,	Pogrzeba,	A.,	Townsend,	R.	&	Pop,	C.	(2016)	A	comparative	study	of	cooperative	education	
and	work	integrated	learning	in	Germany,	South	Africa	and	Namibia.	Asia‐Pacific	Journal	of	Cooperative	
Education,	17(3),	249–263.	
	
Simon,	 S.,	 Christie,	M.,	 Heck,	 D.,	 Graham,	W.	 &	 Call,	 K.,	 2018,	 ‘Making	 headway:	 Developing	 principals’	
leadership	 skills	 through	 innovative	 postgraduate	 programs’,	 Australian	 Journal	 of	 Teacher	
Education,	43(2),	76–99,	viewed	June	2018,	from	http://dx.doi.org/10.14221/ajte.2018v43n2.5.	
Smith,	C.	&	Worsfold,	K.,	2015a,	‘WIL	curriculum	design	and	student	learning:	A	structural	model	of	their	
effects	on	student	satisfaction’,	Studies	in	Higher	Education,	39(6),	1070–1084.	
Smith,	C.	&	Worsfold,	K.,	2015b,	 ‘Unpacking	the	learning‐work	nexus:	 ‘Priming’	as	lever	for	high‐quality	
outcomes	in	work‐integrated	learning	curricula’,	Studies	in	Higher	Education,	40(1),	22–42.	
Sykes,	C.	&	Dean,	B.,	2013,	‘A	practice‐based	approach	to	student	reflection	in	the	workplace	during	a	Work‐
Integrated	Learning	placement’,	Studies	in	Continuing	Education,	35(2),	179–192.	
Taylor	S	and	Govender	CM	(2017)	Increasing	employability	by	implementing	a	work‐integrated	learning	
partnership	model	in	South	Africa	–	A	student	perspective.	Africa	Education	Review	14.	DOI:	
10.1080/18146627.2016.1224585.	
Tran,	 L.T,	 2016,	 ‘Mobility	 as	 “becoming”:	 A	 Bourdieunian	 analysis	 of	 the	 factors	 shaping	 international	
student	mobility’,	British	Journal	of	Sociology	of	Education,	37(8),	1268–1289.	
Tran,	 L.T.	&	 Soejatminah,	 S.,	 2016,	 ‘“Get	 foot	 in	 the	 door”:	 International	 students’	 perceptions	 of	work	
integrated	learning’,	British	Journal	of	Educational	Studies,	64(3),	1–20.	
Wait,	M.,	2014,	‘A	marketing	work‐integrated‐learning	project:	A	working	model’,	South	African	Journal	for	
Higher	Education,	28(5),	1680–1693.	
	
	
